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A random sample of Nationally Certified School psychol-
ogists was surveyed to determine the current academic 
achievement assessment practices of school 
psychologists. Frequency of administration and 
importance of standardized achievement tests, 
interviews, observations and work sample collection was 
determined. Further, knowledge of, experience with, 
and future plans to develop skills in alternative 
achievement assessment areas was examined. Job satis-
faction was investigated and its relationship to 
involvement with alternative assessment measures. 
Results indicate that assessment activities still 
consume about half (45%) of school psychologists' time 
followed by consultation (22%), and treatment (18%). 
Informal assessment techniques such as child, teacher, 
and parent interviews; and observations were reportedly 
used by the majority of respondents; these techniques 
were also rated as important. The Woodcock Johnson 
Tests of Achievement- Revised and the Wechsler 
Individual Achievement Test were the standardized 
achievement measure which were used.by the most 
respondents, and also had adequate importance ratings. 
Informal Reading Inventories and the WRAT-3 had high 
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mean importance ratings, but were used by a small 
percentage of the sample. Respondents reported most 
involvement with the alternative assessment technique 
ref erred to as curriculum-based assessment and the 
least involvement with authentic assessment. These 
results, and the limitations of the study are 
discussed. 
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Psychological assessment has been the primary role 
of school psychologists for several years, accounting 
for approximately 50% of their time (Anderson, 
Cancelli, & Kratochwill, 1984; Benson & Hughes, 1985; 
Goh, Teslow, & Fuller, 1981; Hutton, Dubes & Muir, 
1992; Lacayo, Sherwood, & Morris, 1981; Ramage, 1979; 
Stewart, 1986; Smith, 1984; Stinnett, Havey, & Oehler-
Stinnett, 1994). Ironically, testing has been 
suggested to be a major factor contributing to school 
psychologists' dissatisfaction with the profession 
(Miller, Witt, & Finley, 1981; Wright & Gutkin, 1981). 
Further, psychological assessment has been criticized 
in the research literature. 
Reliance on traditional academic achievement 
assessments might contribute to restricted role 
functioning in the schools. For example, linking 
assessment to interventions, providing direct 
assessment of the individual's learning environment and 
curriculum, and providing remedial strategies in the 
regular classrooms is difficult when standardized 
testing is used in isolation (Reschly, 1988). Use of 
Achievement Assessment 
nontraditional assessment methods would allow for 
expanded role functioning. 
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However, no study to date has extensively 
explored school psychologists' involvement with 
alternative classroom-based assessment techniques such 
as performance-based assessment, outcome-based 
assessment, portfolio assessment, authentic assessment, 
etc. Each one of these techniques provides for some 
type of restructuring of the current assessment process 
within the regular education classroom. They can also 
be viewed as part of the general education reform to 
provide meaningful, applicable learning tasks to 
students and provide documentation of progress over 
time. 
The current study assessed school psychologists' 
assessment practices in the area of academic 
achievement in more detail than earlier studies. A 
more extensive examination of current academic 
achievement techniques was needed to include 
traditional as well as alternative assessment 
procedures. A job satisfaction component was included 
to determine if responding school psychologists who use 
or are involved with the implementation of alternative 
assessment techniques are more satisfied with their 
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jabs than those who are net involved with alternative 
assessment measures. 
Review of Related Literature 
In the past two decades, school psychologists have 
indicated a desire to diversify their roles and to have 
the opportunity to provide a number of services such as 
consultation and other preventative strategies (Cook & 
Patterson, 1977; Hughes, 1979; Reiner & Hartshorne, 
1982; Fisher, Jenkins, Crumbley, 1986), counseling and 
research (Levinson, 1990) along with their traditional 
assessment duties. However, these desired roles have 
been limited because of excessive caseloads, high 
student-to-psychologist ratios (Smith, 1984) and the 
time crunch to meet local, state and federal 
regulations. Specific studies have determined that 
excessive caseloads (Reiner & Hartshorne, 1982; Wright 
& Gutkin, 1981; Clair, Kerfoot, & Klausmeiser, 1972) 
and high student-to-psychologists ratios (Anderson, 
Hohenshil, & Brown, 1984) are negat~v2~y related to job 
satisfaction. 
In a survey of Illinois school psychologists 
conducted by Huebner et al. (1989), respondents 
indicated that they needed more time away from testing 
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in order to better meet the needs of their clients. 
Other researchers (Benson & Hughes, 1979; Levinson, 
1990) have found that school psychologists desire to 
spend less time in assessment, while still others have 
specifically found time spent in assessment as a 
predictor of job dissatisfaction (Wright & Gutkin, 
1981) or a decreased sense of personal accomplishment 
(Huberty & Huebner, 1988; Reiner & Harshorne, 1982). 
Reiner and Hartshorne (1982) suggested that with less 
time spent in assessment activities, there is less 
likelihood of burnout. 
Levinson (1990) found that job dissatisfaction 
occurs when there is a discrepancy between how a school 
psychologist is spending his/her time, and how he/she 
desires to spend it. Some school psychologists enjoy 
the testing aspect of their occupation, and therefore 
do not wish to perform more diversified roles, whereas 
others enjoy the opportunity to perform functions other 
than that of standardized testing. 
Despite school psychologists' claims of 
dissatisfaction with the testing aspect of the 
profession and their desire to perform diverse roles, 
the majority still administer a standard battery of 
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tests regardless of the referral question (Goh et al., 
Stinnett et al., 1994) . 
Several researchers have attempted to investigate 
the assessment practices of school psychologists (Goh 
et al., 1981; Hutton et al., 1992; Stinnett et al., 
1994). The research by Goh et al. (1981) was the first 
national survey of test usage by practicing school 
psychologists. They found that the most commonly 
administered assessment t2chniques were intellectual 
(27% of all test administered}, followed by achievement 
(22%), and perceptual functioning (22%). Hutton et al. 
(1986) replicated this study and made comparisons 
between the two. They found that achievement 
techniques were administered most frequently (33%) 
followed by intelligence (22%), and behavior 
rating/adaptive behavior (18%). However, their results 
are questionable because of several limitations. 
First, only 39% of the surveys were usable. Second, it 
was difficult to compare this study with the Goh et al. 
(1981) because there had been revisions and new tests 
developed since the Goh study. Hutton et al. (1986), 
however, did not include these revisions in order to 
better compare their study with the Goh et al. (1981) 
study. Because of this limitation, the data is 
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confusing. It is difficult to determine if the 
respondents were including revisions of tests that were 
not on the survey, using the older versions which were 
on the survey, or failing to indicate a test was used 
because that exact test was not on the survey. 
Additionally, the authors did not require the 
respondent to indicate the exact number of times a 
measure was used. Rather, measures of test use 
frequency obtained were indirect: (a) O=never use; (b)= 
seldom use; (c)= frequently use. The authors did not 
include other types of assessment strategies such as 
direct assessment procedures or observations and 
interviews. 
Stinnett and his colleagues (1994) conducted the 
most recent survey of assessment technique usage among 
school psychologists. Their study included old 
versions of standardized tests as well as new 
revisions. Also included were non-traditional measures 
such as curriculum-based assessment and resistance to 
intervention. However, respondents in their study were 
less involved in achievement assessment and were more 
involved with intellectual, social-emotional, and 
adaptive behavior assessments. Their study was 
designed to obtain direct measures of test usage and to 
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identify the perceived importance of each test. It was 
found that the higher the frequency rating of a test, 
the higher the importance rating, although there were 
some exceptions. 
One concern raised by Stinnett and his colleagues 
(1994) was the need for practitioners to become more 
involved with alternative assessment and intervention 
techniques, rather than relying on standardized tests 
to determine important educational decisions. This 
concern certainly applies to the techniques used in the 
assessment of academic achievement. 
Traditional methods are acceptable for making 
diagnosis and eligibility decisions, but they are 
criticized for failing to provide interventions which 
are directly linked to the diagnosis (Reschly, 1980; 
Shapiro, 1989). Additionally, many of the traditional 
norm-referenced techniques commonly used by school 
psychologists (i.e. Wide Range Achievement Test-
Revised) do not meet the acceptable standards of 
technical adequacy. Further, norm-referenced tests 
have been criticized for being biased toward certain 
populations. (Bosma, 197 3) . 
Curriculum bias is another major criticism of 
standardized achievement tests. Many researchers 
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(Webster & Braswell, 1991; Good & Salvia, 1988; 
Freeman, Belli, Porter, Floden, Schmidt, & Schwille, 
1983; Bell, Lentz, Graden, 1992; Jenkins & Pany, 1978) 
have found that the contents of particular standardized 
achievement tests often overlap with the contents of 
certain curricula. Therefore students taught from a 
curriculum which matches well with a standardized test 
will have an unfair advantage over students taught from 
a curriculum which does not match well with the same 
standardized test. Also, a child may fail to show 
improvement on a standardized test if the test measures 
material in which the child was not instructed 
(Shapiro, 1989) . Good and Salvia (1988) said it best 
with these words, " Before we can conclude that a 
student who cannot perform a skill has difficulty 
learning, we must be certain that the student has been 
taught the skill" (p. 51). Standardized testing fails 
to address the question "Was this skill taught?" 
Curriculum-based assessment (CBA) is a term used 
to describe any set of assessment strategies that use 
students' curriculum materials for assessing 
educational needs (Deno, 1986), and, therefore, is an 
excellent way to test students on skills which they 
have been taught. Further, CBA provides for the 
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continuous measurement of a student's performance over 
time (Fuch & Fuch, 1986a, 1986b) rather than providing 
a mere snapshot of the student's skills and deficits as 
standardized tests are known to do. Since the CBA/CBM 
techniques allow for direct observation of a student's 
strengths and weaknesses in his/her own curricular 
materials, interventions which may be adaptations or 
modifications, are directly linked to the student's 
current classroom materials. 
Several researchers (i.e. Blankenship, 1985; 
Shapiro, 1987, 1989, Gickling & Havertape, 1981; Idol, 
Nevin and Paolucci-Whitcomb, 1986; Howell & Morehead, 
1987) have developed systems which use the student's 
curriculum materials for testing. Today, there are at 
least five models in existence which are referred to as 
curriculum-based assessment or curriculum-based 
measurement. The contents of each model differ, but 
each model uses curriculum materials to determine 
instructional levels and/or instructional needs. 
Blankenship (1985) and Idol, Nevin, and Paolucci-
Whitcomb (1986) developed Criterion-referenced 
Curriculum-based Assessment which focuses on the 
development of instructional strategies. Criterion-
referenced CBA involves the administration of direct 
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and frequent assessment measures from progressively 
arranged instructional objectives derived from the 
curriculum. Howell and Morehead's (1987) model 
labelled Curriculum-based Evaluation uses task analysis 
and error analysis of skills to determine a child's 
strengths and weaknesses. This model also focuses on 
the development of instructional strategies to best 
meet the student's needs. Gickling and Havertape's 
(1981) model focuses on modifying instruction and 
developing intervention strategies. Gickling's model is 
based on the view that learning is likely to be 
greatest when tasks provide challenge as well as 
success. The amount of difficult information 
introduced to a student should be controlled. For 
example, for the area of reading, it is suggested that 
students should be drilled at a level with no more than 
15-30% unknown material, and at least 93-97% of the 
material must be mastered for students to achieve 
effective comprehension. 
Deno and his colleagues (Deno, 1985, 1986; Shinn, 
1989) developed a model referred to as Curriculum-based 
Measurement. CBM is a set of standardized, specific 
procedures designed to measure student performance in 
basic academic skills. It incorporates the use of 
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repeated, brief skill measures taken from instructional 
curriculum. Listed below is a brief explanation of CBM 
for reading, spelling, math and written language 
(Knutson & Shinn, 1991): 
1. In reading, students read aloud from basal 
readers for 1 minute. The number of words read 
correctly per minute is counted. 
2. In spelling, students write words taken from 
the spelling curriculum that are dictated at 
specified intervals (typically every 5,7, 10 
seconds) for 2 minutes. The number of correct 
letter sequences is counted. 
3. In math, students write the answer to math 
facts and mixed computational problems from the 
curriculum for 2 minutes. The number of correct 
digits is counted. 
4. In written expression, students write a story 
for 3 minutes after being given a story starter or 
topic sentence ("I was playing on the playground 
when a spaceship landed and ..... ") The number of 
words written, words spelled correctly, letters 
written, and/or correct word sequences is counted. 
(p. 373) 
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Shapiro & Lentz (1985), Lentz & Shapiro (1986), 
and Shapiro (1987, 1989) have developed a model which 
uses behavioral assessment, as well as components of 
CBA to determine the instructional level of the 
student. They recognize the interaction between 
students and other classroom variables such as 
curriculum and instruction to be of great significance. 
Therefore, before the CBA is conducted, a thorough 
evaluation of the learning environment is performed 
through student and teacher interviews, observations of 
the student's work, and the collection of work samples. 
Shapiro & Ager (1992) suggest an integration of 
these models to provide the best assessment possible. 
This model would consist of four steps: (1) assessing 
the academic environment to determine if it supports 
academic performance, (2) assessing the grade level 
curriculum placement and determining if it is 
appropriate, (3) providing instructional modification 
so that the child is somewhat challenged, yet meets 
with success, and (4) monitoring the instructional 
progress to determine if the student is approaching his 
or her goals. 
Despite the fact that CBA/CBM is a highly 
recommended practice for school psychologists (i.e. 
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Deno,1985; Lentz and Shapiro, 1986; Tucker, 1985) and 
tremendously supported as a supplement to standardized 
testing, the technique is not used as often and by as 
many as desired (Stinnett et al., 1994; Shapiro & 
Eckert, 1993). Shapiro and Eckert (1993) conducted a 
survey on the knowledge, use and attitudes of 
curriculum-based assessment among school psychologists. 
Although 46% of their respondents reported using some 
form of CBA, only 18% of the CBA use group reported 
using it on a regular basis. In the Stinnett et al 
(1994) study, 23% of the respondents reported using 
CBA, but the number of administrations by each 
practitioner ranged from a very few to several in a 
years time, (M= 41.11, SD=81.20). It appears that 
there is much room for the expansion of CBA practices. 
As part of the general education reform, other 
alternative assessment systems (e.g. authentic 
assessment, performance-based assessment, outcome-based 
education, portfolio assessment) are being developed 
for teachers to use to measure the progress of all 
students on a day to day basis, and to document 
progress over time. The logic behind this reform is 
that if we shift our focus, and devote more time and 
effort to providing effective services in the general 
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education classrooms, the development of greater 
deficits and difficulties requiring special education 
may be prevented (Shinn & McConnell, 1994). 
It is a current belief that schools are failing to 
" ... teach students to use their minds well" 
(Aschbacher, 1992), so changes in how students are 
taught and learn must take place. Unfortunately, 
school psychologists have not traditionally been 
involved with the assessment which takes place in the 
classroom. This is apparent in the little attention 
which has been devoted to these general education 
reform topics in the school psychology literature 
(Shinn & McConnell, 1994) . In the following pages, 
brief descriptions of the current trends in academic 
achievement assessment, and ways in which school 
psychologists may become involved in the development 
and implementation of these systems are presented. 
Stephen Elliott (1991,1992a, 1992b) is one of the 
first school psychologists to discuss the role school 
psychologists can play in the restructuring of 
assessment practices of students' achievement, as part 
of the general education reform. Elliott has been 
involved with the educational restructuring of the 
Verona Public Schools in Wisconsin, in what is referred 
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to as Authentic Assessment. Currently, a standard 
operational definition of authentic assessment is not 
available. However, Archbald (1991) describes authentic 
assessment as a process which measures students' 
performance on meaningful tasks, tasks that increase 
student engagement in academic work as well as promote 
"transfer'' to intelligent functioning in the real 
world. The goal of authentic assessment is to provide 
the student with activities which require higher levels 
of thinking and problem solving, hands-on performance, 
production rather than mere reproduction and are 
applicable outside the school environment. The 
evaluation system consists of a set of desired learning 
outcomes with criteria for mastery of each outcome, 
which are clearly explained to the students prior to 
the start of the task. Students are often required to 
work together and share equipment, thus encouraging 
collaboration and cooperation. The time required for 
completion of a task is variable, depending on the type 
of task. Each activity is rated on s2veral dimensions 
by trained judges. Reliability is obtained when there 
is high agreement between judges. Students are also 
required to self-assess their progress over time 
(Archbald, 1991). 
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Authentic assessment involves the use of 
performances, portfolios, and exhibitions. A portfolio 
is a collection of a students work which documents 
achievement over time. A student and/or teacher can 
visually observe the progress which has been made and 
determine improvements which are needed. A performance 
may be a recital, a debate, a play, an oral report, or 
any event in which the student can overtly express his 
knowledge or skills. An exhibition requires students 
to apply in-depth understanding and to integrate 
knowledge and skills in given areas of outcome 
competencies (Elliott, 1991). 
Authentic assessment allow students to use their 
minds and produce meaningful work. Further, authentic 
assessment illustrates principles of effective 
instruction such as teacher expectations and informed 
feedback; learning and motivational principles such as 
active engagement by students; and effective 
instructional strategies such as cooperative and 
collaborative learning strategies (Christenson 1991) 
As with all assessment strategies, authentic 
assessment does have its downfalls. First, the nature 
of the tasks are expensive and time-consuming to score. 
Second, the excessive "teaching" of a task may 
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invalidate the results. Third, objective scoring may 
be impossible if evaluators can see or hear the student 
they are judging (Archbald, 1991). Finally, the effect 
of authentic assessment on children with special needs 
has not been studied. 
Elliott (1992b) lists several ways that school 
psychologists can become involved with authentic 
assessment: 
1. Develop a survey instrument to document 
current teacher assessment knowledge, practices 
and preferences. 
2. Provide leadership in communications to 
teachers and parents about measurement and 
psychometric issues such as reliability and 
validity. 
3. Provide teachers assistance in developing and 
using rating scales that can be used to summarize 
observations and reflect the important qualities 
of essential learner outcomes. 
4. Provide an objective account of the 
advantages and disadvantages of standard norm-
ref erenced tests. 
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handicapped students may react to alternative 
assessment methods .... 
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6. Help evaluate the results of any alternative 
assessment efforts by examining costs and benefits 
objectively across students, teachers, and 
parents. 
7. Consult with teachers about their individual 
assessment needs and practices, particularly the 
use of self-assessment with their students. (p. 5) 
Sandra Christenson (1991) would add: 
8. Consult {teachers and other educators} about 
principles of effective instruction and 
different instructional approaches. (p. 298) 
9. {Help teachers} identify essential 
competencies by grade level and content area, 
establish inter-content goals for student 
learning, and modify instructional demands for 
unique student characteristics. (p. 2 97) 
In general, school psychologists have not been 
actively involved with the restructuring of assessment 
practices in the general education classroom. School 
psychologists interested in classroom-based assessment 
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Performance assessment or performance- based 
assessment is another alternative assessment measure. 
It is described as "a type of testing that calls for 
demonstration of understanding and skill in applied, 
procedural, or open-ended settings" (Baker, O'Neil, 
Linn, 1993, p. 1210), and is closely related to 
authentic assessment. One researcher (Meyer, 1992) 
explains that with both authentic and performance 
assessment the student is required to demonstrate a 
desired behavior, but in authentic assessment, the 
student does it in a "real-life" context. The "real-
life" component may be the student selecting the topic 
he/she wishes to research and determining how he/she 
wants to approach the topic. However, throughout most 
of the research literature on alternative classroom-
based achievement measures, the terms authentic and 
performance assessment are used interchangeably to 
describe the same set of p~inciples a~j procedures 
(e.g. Baker et al., 1993; Shepard, 1991; Wiggins, 1989; 
Worthen, 1993). As with authentic assessment, 
standards and criteria for a task are determined and 
presented to students prior to the start of an 
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activity. Performance-based assessment tasks include 
student productions such as portfolios, hands- on 
demonstrations, writing an essay, performing a group 
project, or defending how an answer to a math problem 
was derived. Again, these tasks are very similar to 
those described in authentic assessments. Baker et al. 
(1993) listed six common elements of performance-based 
assessment. They are as follows: 
1. use of open ended tasks 
2. promotes use of complex thinking skills 
3. tasks are applicable in the real world 
4. tasks may require several types of performances and 
an extended amount of time to complete 
5. encourages individual work as well as collaboration 
among students 
6. active students involvement in selection of topic 
and approach taken on the topic 
Portfolio-assessment is a type of performance 
assessment which involves the collection of information 
about students' habit of mind over time (Aschbacher, 
1992) and provides evidence of a students' learning and 
achievement (Gomez, Graue, and Bloch, 1991). 
Portfolios may consist of written work such as an 
essay, or a book report; a spoken piece, such as an 
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audiotape; and/or visual materials such as graphs, 
charts, photographs, or a video (Collins & Dana, 1993) . 
Students are actively involved with the portfolio 
development, deciding what should be included in the 
portfolio, and therefore taking pride and ownership in 
the work they produce. Portfolios allow students to 
"display individual talents in a personalized context" 
(Collins, & Dana, 1993) . Portfolios are evaluated by 
teachers, peers and the individual students. Through 
self-evaluations, the students reflect on their school 
work, and understand things about their own learning 
and achievement that they did not know before (Gomez et 
al., 1991). A portfolio may be developed for one 
subject area (Gomez et al, 1991), or may involve the 
integration of several subject areas (Collins & Dana, 
1993). Wolf, LeMahieu, and Eresh (1992) describe the 
process of developing portfolios for each subject which 
are later compiled into one single portfolio. Students 
create a separate portfolio for each class which 
replaces the quarter final. At the end of the 
semester, students compile samples from each class into 
a larger semester portfolio. At the end of the year, 
the students produce a year-end portfolio, "drawing on 
all their work to provide the best, most current 
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evidence of their progress on the essential learning 
tasks" (Wolf et al., 19 92) . The portfolio is 
documentation that the student has learned and has met 
the criteria for each individual class, as well as the 
overall learning objectives. Although portfolios are 
often used as one component of authentic and 
performance-based assessments, they are also used alone 
as an alternative assessment method. 
Outcome-based education is a set of principles 
that promote student learning and success. The 
principles are as follows: clearly defining what is 
significant for students to learn and designing down 
from these significant or "exit" outcomes, maintaining 
a clear focus on exit outcomes, holding high 
expectations for all students to perform well, and 
providing expanded opportunities and support for 
learning (Spady, 1988) . The outcomes may be determined 
at a legislative level, then schools have the freedom 
to determine how these outcomes will be met. 
Geddert (1993) discussed important discoveries in 
an Outcome-based Education (OBE) pilot project. 
Teachers offered students expanded time to meet outcome 
expectancies, and gave students several chances to 
learn a concept of skill. Students were retaught 
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skills if they were strugsling. Peer tutors and 
cooperative learning opportunities were often used to 
reteach skills. Teachers had high expectations for all 
of their students. Outcome-based education may 
increase student responsibility of learning, promote 
the use of higher level thinking skills, and 
ultimately, focus on student performances in a real-
life context. 
Subjects 
CHAPTER 2 
Method 
Two-hundred subjects were randomly selected from 
the 1992 Directory of Nationally Certified School 
Psychologists (NCSP) . A total of 88 surveys were 
returned in the first mailing, 53 were usable. Follow-
up surveys were sent one month later to those who did 
not respond. Of those, 12 were usable bringing the 
total of valid surveys to 65 (32.5%). 
Materials 
A questionnaire modelled after that of Stinnett et 
al. (1994) was developed to explore the common 
assessment practices of practicing school psychologists 
in the area of academic achievement. Respondents were 
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asked to rate each assessment device on frequency of 
use and perceived importance. The frequency component 
required the respondent to indicate the number or 
administrations during the 1993-1994 school year. The 
importance component required the respondent to rate 
each instrument according to the following likert 
scale: (a) 3= very important (b) 2= somewhat important, 
and (c) l= not important, for the importance component. 
Respondents were also asked to indicate, in yes or no 
format, their familiarity with, experience with and 
plans to develop skill in several alternative 
achievement assessment techniques. 
The respondents were also asked to complete a 
fourteen question section on job satisfaction which 
Huebner, Wise, & Keck (1988) used in their survey of 
networking activities of Illinois school psychologists. 
Questions such as "I plan to leave my current job in 
the next three years'', "Overall I like my present job", 
and ''I have freedom to define my role and function" 
are asked. Subjects were asked to indicate gender, 
NASP membership, educational level, years since the 
degree was conferred, years experience in school 
psychology, job site, and psychologist to student 
ratio. Further, they were be asked to indicate the 
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actual number of initial evaluations and re-evaluations 
they conducted that year, the ideal number of initial 
and re-evaluations for that year, and the number of 
hours spent per week in different service delivery 
activities. 
Data Analysis 
Descriptive statistics were used to analyze the 
demographic data. Percentages, means, medians and 
standard deviations were calculated for frequency of 
use. Means and standard deviations were computed for 
the importance ratings data. Percentages were 
calculated for the alternative assessment techniques. 
The job satisfaction factor was correlated with 
involvement/non-involvement with alternative 
achievement assessments. 
CHAPTER 3 
Results 
Demographics of the Sample 
Table 1 presents the demographics of the current 
sample. A comparison between the current sample and 
the sample from Stinnett et al. (1994) study indicates 
congruences in gender, highest degree obtained, and 
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psychologist-to-student ratio. The respondents in the 
current study indicated more experience in the field 
than those in the Stinnett et al. (1994) study. Of the 
current sample, 81.5 were NASP members. 
Results indicate that 40% of the sample was at the 
master's level, 32.3% at the Specialist level, and 
27.7% at the doctorate level. Additionally, 92.3% of 
respondents indicated that they had practiced seven or 
more years. About three-fourths (75.4%) of the 
respondents indicated that their psychologist-to-
student ratio was 1:2500 or lower. 
The largest portion of respondents work in 
suburban areas (49.2%), followed by urban (27.7%), and 
rural (21.5%). 
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Table l 
Demographic Characteristics for Current Sample 
Variables 
Gender 
Female 
Male 
NASP 
Yes 
No 
Highest Degree Obtained 
Master's 
Specialist 
Doctorate 
Years Since Degree Conferred 
1-3 
4-6 
7-10 
10+ 
Years Experience in School Psychology 
1-3 
4-6 
7-10 
10+ 
Employment Status 
Full-Time 
Part-Time 
Not Reported 
Job Site 
Rural 
Urban 
Suburban 
Not Reported 
Psychologist-to-student ratio 
1:500 
1:1,000 
1:1,500 
1:2,000 
1:2,500 
1:3,000 
1:3,500 
1:3,500+ 
Not Reported 
Current Sample 
n % 
(Total N = 65) 
41 63.1 
24 36.9 
53 81.5 
12 18.5 
26 40.0 
21 32.3 
18 27.7 
4 6.2 
6 9.2 
17 26.2 
38 58.5 
3 4.6 
2 3.1 
14 21.5 
46 70.8 
52 80.0 
12 18.5 
1 1.5 
14 21.5 
18 27.7 
32 49.2 
1 1.5 
11 16.9 
10 15.4 
10 15.4 
8 12.3 
10 15.4 
4 6.2 
3 4.6 
6 9.2 
3 4.6 
Achievement Assessment 
35 
Time Spent in Assessment Activities 
The average number of hours per week and the 
percentage of time the respondents reportedly engaged 
in assessment, direct intervention/treatment, indirect 
intervention/consultation, research, continuing 
education, and other activities were calculate. 
Assessment-related activities accounted for most of the 
respondents time (M=17.16, SD=8.64; 45%) followed by 
indirect intervention/consultation (M=8.71, SD=6.11; 
22%), direct intervention/treatment (M=7.10, SD=6.93; 
18%); other activities (M=4.24, SD=5.47; 11%); 
continuing education (M=l.02, SD=2.17; 3%) and research 
(M=.38; SD=l.94; 1%). The average number of initial 
evaluations and re-evaluations, as well as the average 
of respondents estimates of what would be the ideal 
number of initial and re-evaluations were calculated 
(initial evaluations, M=53.16, SD=68.89; re-
evaluations, M=33.95, SD=29.98; ideal initials, 
M=31.00, SD=21.88; ideal re-evaluations, M=21.19, 
SD=14.30). Based on the total number of hours each 
respondent reported for assessment activities, 
employment status was determined. Thirty-five hours or 
more was considered full-time, and less than 35 hours 
was considered part-time. Eighty percent of 
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time, and 1.50 were not reported. 
Test Usage Frequencies and Importance Ratings 
36 
Table 2 presents the number and percentage of the 
sample using the various traditional achievement 
techniques included on the survey, the means and 
standard deviations for frequency of test 
administrations during the 1993-94 school year, and 
importance ratings for the tests. Medians were also 
reported for frequency of test-use because of the large 
standard deviation of administration estimates. 
Techniques used by less than 10% of the sample were not 
included in the table. 
Teacher, child, and parent interviews, as well as 
observation were used by most respondents (77%, 74%, 
74%, and 72%, respectively). These techniques also had 
high mean importance ratings (2.81, 2.84, and 2.71, 
respectively) . Work sample collection was used by 37% 
of the respondents. The WJ-R and the WIAT were the two 
standardized achievement measures which were used by 
the most respondents (37%, 34%, respectively); these 
tests also had adequate importance ratings (2.59, 2.42, 
respectively). The Informal Reading Inventories and 
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the WRAT-3 had high mean importance ratings (2.80, 2.64 
respectively), although they were only used by a small 
percentage of the sample (18%, 17%, respectively). 
Table 2 
Percentage of Sample Using Tests, Frequencies and Importance Ratings 
Traditional Achievement Sample Frequency Importance 
Assessment Techniques n % M SD Mdn M SD 
Teacher Interview 50 77 60.38 48.35 149.0 2.81 .45 
Child Interview 48 74 56.21 34.15 64.0 2.84 .42 
Parent Interview 48 74 44.02 37.70 99.0 2. 71 .46 
Observation 47 72 49.89 35.05 74.0 2.75 .61 
WJ-R (ach) 24 37 46.79 39.67 74.0 2.59 . 67 
Work Sample Collection 24 37 37.46 27.49 49.0 2.74 .45 
WIAT 22 34 20.95 31. 89 74.5 2.43 .81 
PIAT-R 16 25 17.25 20.28 31. 5 2.13 .74 
Test of Written Language-2 13 20 16.69 26.55 49.5 2.46 .52 
Brigance 12 18 13.25 25.52 45.5 2.50 1.08 
Informal Reading Inventories 12 18 22.83 17.42 28.5 2.80 .42 
K-ABC (ach) 12 18 5.17 3.21 4.5 2.17 .58 
WRAT-R 12 18 22.08 30.22 44.0 2 .11 .78 
WRAT-3 11 17 36.82 38.17 64.0 2.64 . 67 
K-TEA Comprehensive Form 20 13 21. 31 21.10 37.0 2.5 .67 
Test of Written Language 8 12 6.38 7.91 9.5 2.29 .76 
BASIS 7 11 30.86 37.50 49.0 2.29 .76 
Diagnostic Ach Battery 7 11 17.57 16.32 23.5 2.33 .82 
Involvement with Alternative Assessment Techniques 
Table 3 presents the number and percentage of 
respondents who are familiar with, have experience 
with, and plan to develop skill in the various 
alternative assessment techniques indicated on the 
survey. The largest percentage of respondents 
indicated knowledge of (86.2%), experience with 
(67.7%), and interest in (38.5%) the alternative 
assessment technique referred to as curriculum-based 
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measurement. A large portion of the sample indicated 
familiarity with portfolio (73.8%), outcome-based 
education (66.2%), and performance assessment (36.9%). 
However, a greater percentage indicated experience with 
and desire to develop skills in performance (46.2%, 
27.7%, respectively) and portfolio assessments (41.5%, 
30.8%, respectively), than outcome-based education 
(36.9%, 24.6%, respectively). Overall, respondents 
were the least familiar with (41.5%, experienced with 
(26.2%), and interested in developing skills (23.1%) 
authentic assessment. 
Table 3 
Percentage of sample familiar with, having experience with, and planning 
to develop skills in alternative assessment areas. 
Alternative Assessment 
Techniques 
Authentic Assessment 
Curriculum-based Measu. 
Outcome-based Education 
Performance Assessment 
Portfolio Assessment 
Job Satisfaction 
Familiar 
with 
n % 
27 41. 5 
56 86.2 
43 66.2 
41 63.1 
48 73.8 
Experience Plan to 
with develop 
n % n 
17 26.2 15 
44 67.7 25 
24 36.9 16 
30 46. 2 18 
27 41. 5 20 
The job satisfaction score was determined by 
calculating the maximum score possible (84) on the 
skills 
% 
23.1 
38.5 
24.6 
27.7 
30.8 
fourteen question likert scale (M=62.53; SD=7.8). The 
lowest score indicated by a respondent was 42, the 
Achievement Assessment 
39 
highest, 84. Correlations were computed between the 
job satisfaction factor and the experience score among 
the respondents for each of the following alternative 
assessment systems: authentic assessment (.32), 
curriculum-based measurement (.18), outcome-based 
education (.35), performance assessment (.31), and 
portfolio assessment (.12), with unfounded results. 
CHAPTER 4 
Discussion 
Sixty percent of respondents in the current sample 
indicated obtaining specialist or doctorate degrees, 
confirming claims by previous researchers (Hutton et 
al., 1992; Stinnett et al., 1994) that school 
psychologists are highly trained professionals. 
Respondents in the current study indicated more 
experience in the field than respondents in the 
Stinnett et al. (1994) study, with 70.8 % and 50.4%, 
respectively, indicating 10+ years of experience. Some 
of this variance may be due to the fact that the 
current sample was selected from the Directory of 
Nationally Certified School Psychologists (NCPS), 
whereas respondents in the Stinnett et al. (1994) study 
were selected from the 1990-1991 Membership Directory 
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of the National Association of School Psychologists 
(NASP), only 74% of their respondents were also NCSP. 
Beginning school psychologist may more likely be NASP 
members than NCSP. 
Results of the current study indicate that school 
psychologists spend approximately 50% of their time in 
assessment-related activities, which is consistent with 
the findings of previous researchers (Benson & Hughes, 
1985; Goh et al., 1981; Hutton et al., 1992; Lacayo et 
al., 1981; Smith, 1984; Stinnett et al., 1994). 
Consistent with the research by Stinnett et al. (1994), 
the average number of total evaluations per year for 
the current sample was around 90. With these high 
numbers, it is understandable that 50% of school 
psychologists time is spent in assessment-related 
activities rather than consultation or treatment. 
Similar to the Stinnett et al. study (1994), time spent 
in assessment was consistent across the sample. There 
was also a wide range of variability across respondents 
for the reported number of test administrations per 
year for certain instruments. As a result, many of the 
standard deviations for the test-use frequency 
estimates were larger than their means. Further, there 
were a variety of combinations of tests used by 
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respondents. This suggests that there is much 
variability in the instruments used and the number of 
times an instrument is used among the respondents in 
the current study. 
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Informal methods of assessment such as observation 
and teacher, child, and parent interviews were used by 
over 70% of respondents and rated as important. This 
suggests that school psychologists greatly value the 
information provided to them by the students and others 
who are significantly involved with the student. Work 
sample collection was another informal measure 
reportedly used by many school psychologists and viewed 
as important. The WJ-R and the WIAT were the most used 
standardized achievement techniques, and both were 
viewed as important. The percentage of respondents in 
the current sample using the WJ-R is lower than that 
reported by Stinnett et al. (1994). Since the WIAT is 
a newer measure, psychologists who were using the WJ-R 
may have switched to this more up-to-date measure since 
the Stinnett et al. (1994) study. The WRAT-R and WRAT-3 
combined were used by approximately the same percentage 
of respondents in the current study (35%) as the WRAT-R 
was in the Stinnett et al. (1994) study (32%). 
However, the WRAT-R was viewed as one of the least 
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iwportant measures, and the WRAT-3 was viewed as 
important. Respondents may feel that since the WRAT-3 
is an updated version, it is more acceptable to use, 
and thus more important. Further, there is probably 
less information available on the technical 
inadequacies of the WRAT-3, than there is on the WRAT-
R. The WRAT-R is known for its low technical 
standards. 
Consistent across the alternative assessment 
techniques listed on the survey, the largest number of 
respondents were familiar with the techniques, fewer 
had actual experience with the techniques, and even 
fewer had plans to develop skills in the areas. This 
suggests that school psychologist are aware of the 
current trend in the field toward alternative 
assessment systems, and many have implemented these 
systems, however, it is difficult to determine how long 
this trend will persist. 
Curriculum-based assessment is by far the 
technique which is most familiar to tl1e current sample 
of school psychologists. It is also the technique with 
overwhelming the largest body of literature in school 
psychology publications. Only 23% of the respondents 
in the Stinnett et al. study reported using CBA, 
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whereas 67.7% of respondents in the current study 
indicated experience with the technique. A number of 
possibilities exist that may explain this variability. 
The variability may be due to the how the information 
was to be reported. The Stinnett et al. (1994) study 
was set up so that the respondents had to estimate the 
number of administrations of CBA for a given year. In 
the current study, the respondents were asked to answer 
in yes or no format if they had experience with the 
measure. These respondents may have answered "yes" to 
experience with even if they had not actually 
administered a CBA, i.e. they may be responsible for 
training teachers to use the technique. Also, in the 
current study the term CBM was used, whereas in the 
prior study the term CBA was used. Further, a brief 
definition of the terms was provided to the respondents 
in the current study. Finally, the increase of 
reported use may simply indicate that the CBM technique 
is currently being utilized by a greater number of 
school psychologists than at the time of previous 
surveys. Regardless of the discrepancies, CBM is a 
term which is well-known by school psychologists, and a 
technique which appears to be increasing in use. 
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About three-fourths of the respondents indicated 
that they were familiar with the alternative assessment 
technique referred to as portfolio assessment. This 
may be due to the fact that this topic has been 
frequently covered in educational publications in 
recent years, and also because it a more specific, 
simplistic technique than the other alternative 
assessment techniques listed on the survey such as 
outcome-based education, performance assessment and 
authentic assessment. Many of the teachers that school 
psychologists work with may very well be using 
portfolios in some sense. 
Respondents were somewhat knowledgeable about 
outcome-based education. However, outcome-based 
education is not a simple assessment system which can 
be can be implemented by a school psychologist alone. 
Rather, it is an assessment system which needs to be 
implemented by a group of teachers working together, by 
a complete school building, or by an entire district. 
The school psychologist, however, may be a member of 
the team which is developing the educational outcomes. 
Performance assessment and authentic assessment 
are terms which are often used interchangeably in the 
educational research literature (Baker et al., 1993; 
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Shepard, 1991; Wiggins, 1989; Worthen, 1993), however, 
respondents indicated more familiarity with, experience 
with, and plans to develop skills in performance 
assessment than in authentic assessment. As mentioned 
earlier, Shinn & McConnell (1994) noted that there is 
very little research on general education reform topics 
in the school psychology literature. It is possible 
that the term "performance assessment" is used more 
frequently in school psychology publications or by 
educators, than the term "authentic assessment", and is 
therefore, more familiar to school psychologists. 
Results of the job satisfaction questionnaire 
indicate that school psychologists are relatively 
satisfied with their current positions. School 
Psychologists who indicated more experience with 
alternative achievement assessment techniques, did not, 
however, indicate more job satisfaction than those who 
were not experienced with the techniques. Research 
determining the degree of school psychologists' 
involvement with these techniques and relationship to 
job satisfaction may produce different, meaningful 
results. 
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Limitations and Directions for Future Research 
Subjects were selected from the Directory of 
Nationally Certified School Psychologists (NCSP), and 
therefore, this sample may not be representative of the 
entire field of school psychologists. Overall, 
respondents in this study had more experience in the 
field than respondents in the most recent study of 
assessment practices (Stinnett et al., 1994), which may 
have effected the results. Further, the sample size 
was small, with only a 32.5% return rate. 
The mean number of hours spent in the various job 
functions may be underestimated because there was no 
differentiation made between full-time and part-time 
employees. However, the mean percentage is probably a 
good estimate of time spent in each job function. 
Future studies should include a job status question. 
Several respondents indicated that they were 
unable to fill in the frequencies and importance 
ratings for the traditional achievement assessment 
techniques, because they were not res~onsible for 
achievement assessment in their districts, rather 
special educators, educational consultants, etc. 
assumed this role. Other respondents may have skipped 
those sections as well, but did not indicate that they 
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were not responsible for achievement testing. Others 
may not have responded to the survey at all because 
academic achievement assessment was not one of their 
functions as school psychologists. For future 
research, it would be interesting to determine the 
percentage of school psychologists who are not 
responsible for academic achievement assessment. 
Finally, future research addressing school 
psychologists' involvement with school-wide or 
district-wide educational reform and their beliefs 
about, outlooks on, and satisfaction with this 
educational trend would be of interest. 
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APPENDIX A 
Dear school psychologist, 
I am currently a candidate for a Specialist Degree in School Psychology at 
Eastern Illinois University. As part of my training, I am working on the 
completion of a thesis titled "The Frequency of Use of Achievement Assessment 
Techniques: Their Perceived Importance and Job Satisfaction': 
Psychological assessment has been the primary role for school psychologists 
for many years. However, research indicates that it is also one of the major 
factors contributing to psychologists' dissatisfaction with the profession. 
My study is designed to determine the current academic achievement techniques 
which a.re being used, the frequency of their use, and their relation to job 
satisfaction. 
As part of the educational reform which is currently taking place in schools 
across the United States, alternative classroom-based assessments are being 
designed to provide students with activities which are more meaningful, are 
applicable and transferrable to the "real world", are hands-on, promote 
student engagement and student self-assessment, and document student learning 
over time. 
There are several titles for these alternative ::::las:::room-based assessment 
techniques, although the overlap of basic principles and procedures is not 
uncorn.~on. A brief description of each assessment technique follows. 
Authentic Assessment is described by Archbald (1991) as a process which 
measures student performance on meaningful tasks, tasks which increase student 
engagement in academic work and carry over to real world activities. 
Authentic assessment involves the collection of work samples over time, 
performances such as an oral report or a debate, and self-evaluations. 
Curriculum-based Assessment/Measurement is a term used to describe any set of 
assessment strategies that use students' curriculum materials to assess 
educational needs (Deno, 1986). 
Outcome-based Education is a set of principles stating that in education it is 
n·~cessary to (1) clearly define what is important for students to learn and 
design down from those desired outcomes, (2) maintain a clear focus on those 
exit outcomes (3) expect all students to perform well, and (4) provide many 
opportunities and support for learning (Spady, 1988). 
Perfor~ance-based Assessment or Performance Assessment is defined by Baker, 
O'Neil, & Linn, 1993 as a type of assessment that requires the student to 
demonstrate understanding and skill in applied, procedural, or open-ended 
settings. Per=ormance-based assessments include portfolios, hands-on 
demonstrations, writing an essay, performing a group project and defending in 
writing how an answer to a math problem was derived. The terms performance-
based and authentic assessment are often used interchangebly. 
Portfolio Assessment is a type of performance assessment which involves the 
collection and organization of information about students' learning and 
achievement over time (Aschbacher, 1992). Porfolios may include written, 
spoken and visual materials. 
There are other classroom-based assessment practices in effect today that were 
not mentioned above. Please indicate the involvement with any other 
classroom-based assessment techniques or assessment reforms in the "other" 
blank. 
APPENDIX B 
School Psychology Assessment Techniques 
ID# 
---
Please indicate your answer by circling the letter of the appropriate choice. 
1. Gender: (a) Male (b) Female 
2. NASP member: (a) yes (b) no 
3. Highest degree obtained: (a)Masters (b) Specialist (c) Doctorate 
4. Years since degree conferred: (a) 1-3 (b) 4-6 (c) 7-10 (d) 10+ 
5. Years Experience in School Psychology: (a) 1-3 (b) 4-6 (c) 7-10- (d) 10+ 
6. Job Site: (a)Rural (b) Urban (c) Suburban 
7. Psychologist to Student Ratio: (a) 1:500 (b) 1:1000 (c) 1:1500 (d) 1:2000 
(e) 1: 2500 (fl 1: 3000 (g) 1: 3500 (h) 1: 3500+ 
8. Hours Per Week- Time Spent: 
Assessment-Report Writing 
Direct Intervention/Treatment 
Indirect Intervention/Consultation 
Research 
Continuing Education 
Other 
9. Total Number of Cases for Evaluation During 1993-94 School Year 
(a) Initial Evaluations 
(b) Reevaluations 
10. Ideal Number of Cases for Evaluation During 1993-1994 School Year 
(a) Initial Evaluations 
(b) Reevaluations 
Directions: Note that assessment devices are alphabetized. 
1. Please indicate the number of administrations you have completed during 
the 1993-94 school year under FREQUENCY. You may leave the FREQUENCY 
column blank if you did not use the device/technique. 
2. Indicate the importance of data collected with each technique for 
determining whether a problem exists or for decision making under 
IMPORTANCE. 
(3) Very Important (2) Somewhat Important (1) Not Important 
Traditional Achievement Assessment Techniques 
Basic Achievement Skills Individual Screener 
Brigance Diagnostic Inventory of Basic Skills 
Criterion Test of Basic Skills 
Differential Ability Scales (Achievement Portion) 
Diagnostic Achievement Battery 
Diagnostic Test of Arithmetic Strategies 
Durrell Analysis of Reading Difficulties 
ENRIGHT Diagnostic Inventory of Basic 
Arithmetic Skills 
Gilmore Oral Reading Test 
Gray Oral Reading Test 
Illinois Test of Psycholinguistic Abilities 
Informal Reading Inventories 
Interview (Teacher) 
Interview (Child) 
Interview (Parent) 
Iowa Test of Basic Skills 
K-ABC (Achievement Portion) 
K-TEA-Brief Form 
K-TEA-Comprehensive Form 
KeyMath Diagnostic Arithmetic Test-Revised 
Observation 
Peabody Individual Achievement Test-Revised 
Slingerland Screening Test 
Spache Diagnostic Reading Scales 
Test of Early Math Achievement-2 
Test of Early Reading Achievement-2 
Test of Mathematical Abilities 
Test of Written Language 
Test of Written Language-2 
TIES 
Wechsler Individual Achievement Test 
Wide Range Achievement Test-Revised 
Wide Range Achievement Test-3 ~ 
Work Sample Collection 
FREQUENCY 
Woodcock-Johnson Psychoeducational Battery-R (achvment) 
Woodcock Reading Mastery Tests-Revised 
Other 
~~~~~~~~~~~~~~~~~~~ 
IMPORTANCE 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 ~ 1 £ 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
3 2 1 
As a result of the general education reform, new alternatives to traditional 
assessment techniques are being developed. Please indicate yes or no to the 
questions below. 
Familiar Experience Plan to Develop 
with with Skills in Area 
Authentic Assessment yes no yes no yes no 
Curriculum-based Measurement yes no yes no yes no 
Outcome-based Education yes no yes no yes no 
Performance Assessment yes no yes no yes no 
Portfolio Assessment yes no yes no yes no 
Other yes no yes no yes no 
Rate the following statements by using the following guidelines: 
1 
Strongly 
Disagree 
2 
Disagree 
3 
Somewhat 
Disagree 
4 
Somewhat 
Agree 
5 
Agree 
1. Overall I like my present job. 1 
2. I know what is expected of me in my job. 1 
3. I feel overworked most of the time. 1 
4. I am pleased with the supervision I receive. 1 
5. I feel I have influence in my schools. 1 
6. I have sufficient opportunity for professional 
growth and development. 1 
7. Most of the people in my school consider me the 
"local expert" about special education. 1 
8. I feel involved in many aspects of service 
delivery in my schools. 1 
9. I plan to leave my current job in the next three 
years. 1 
10. I agree with my supervisor about my role and 
function. 1 
11. I have freedom to define my role and function. 1 
12. I have a diverse role/perform a diverse array 
of job functions. 1 
13. I am appreciated by school personnel. 1 
14. I enjoy the community/city in which I live. 1 
COMMENTS: 
2 
2 
2 
2 
2 
2 
2 
2 
2 
2 
2 
2 
2 
2 
6 
Strongly 
Agree 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
6 
6 
6 
6 
6 
6 
6 
6 
6 
6 
6 
6 
6 
6 
